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ABSTRACT 
This study sought to empirically assess the widely held assumption that 
developmental voyages at sea serve to enhance self-esteem. One hundred and fifty 
eight, 15 to 18 year olds completed measures of global and domain specific self-
esteem three weeks prior to a ten day developmental voyage (Tl), on the first day of 
the voyage (T2), the last day of the voyage (T3), and then again, three months after 
the voyage (T 4). Analysis of T2 - T3 responses revealed that participants experienced 
elevated levels of global and domain specific self-esteem, particularly in those 
domains judged a priori to be more relevant to the programme. Further analysis (Tl -
T4) revealed that global, and many of the domain specific increases were maintained 
in the three months following the voyage. Overall, these results suggest that 
developmental voyages can enhance participants' self-esteem, and that such effects 
are maintained over several months. The implications of these results and 
suggestions for future research are also discussed. 
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The achievement and maintenance of self-esteem is a central feature in a 
diverse array of psychological theories (Baumeister, 1996; Solomon, Greenberg, & 
Pyszczynski, 1991; Tajfel & Turner, 1979; Tesser, 1988). Some researchers have 
gone as far as to advocate self-esteem as a "basic human need" (Greenberg, Solomon, 
& Pyszczynski, 1997, p.69). Not only has self-esteem been espoused as important in 
the academic literature, but also in the 'popular' literature. In this respect, self-esteem 
has been promoted as a universal cure for a diverse range of social problems such as 
underachievement, drug abuse, poverty and suicide (Baumeister, 1993; Branden, 
1994; Brown & Dutton, 1995, Dryfoos, 1990). In addition, positive self-esteem has 
been acknowledged as a facilitator of beneficial outcomes in a variety of areas 
including business, sport, health, developmental, and social situations (Marsh, 1993a, 
1998). Given the importance which has been placed on positive self-esteem, both in 
the academic and general literature, it is imperative that we understand how it can be 
enhanced to reap these benefits. 
There are a wide variety of interventions which purport to enhance self-
esteem. Many of these interventions use the outdoor environment to teach new skills 
and foster personal growth. Outward Bound schools worldwide have been shown to 
be successful in their ability to improve self-esteem (Hattie, Marsh, Neill, & Richards, 
1997). However, there are numerous other interventions which have not yet been 
empirically investigated to establish whether their claims of improving self-esteem are 
justified. Of particular interest to the current thesis is an outdoor programme available 
to New Zealand adolescents. Oden (1995) suggested that youth programmes, 
including those based outdoors, may be "providing some of the experiences that 
young people need to gain appropriate opportunities for growth and development and 
to counteract the many negative influences in today's society" (p.173). This 'growth 
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and development' is interpreted as including self-esteem. The focus of the current 
study, then, was to test whether one such intervention, a structured ten day voyage at 
sea, enhances participants' self-esteem. Firstly, in this introductory section, self-
esteem has been defined, followed by a detailed breakdown of the self-esteem 
construct; its multidimensional, hierarchical nature, models of self-esteem, formation 
and development, and sex and age effects on self-concept. This leads to discussion on 
various interventions which have been shown to enhance self-esteem, and the 
methodological shortcomings of these studies. The final section of the introduction 
focuses on the current study's intervention, improvements on previous research, and 
hypotheses. 
Self-concept definition 
Historically, one of the problems associated with research in this area 
is that there is confusion of the terms used. Some researchers refer to self-concept, 
while others refer to self-esteem. Many have used the terms interchangeably (see 
Brown & Dutton, 1995; Marsh, 1990a). A number of others theorists have, however, 
argued that self-concept and self-esteem can and should be differentiated. Thus, 
various researchers (e.g., Beane & Lipka, 1986; Coopersmith, 1967; Fox, 1997; 
Fleming & Courtney, 1984; Hattie, 1992; King, 1997) have argued that self-concept is 
the perception of oneself ( e.g. I am tall), whilst self-esteem is the evaluative feelings 
one has about that perception ( e.g. I like being tall). 
An alternative to this view comes from some important early research 
conducted by Shavelson, Hubner, and Stanton (1976) who did not discern between the 
two. Rather, these authors suggested that there is an evaluative and descriptive 
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component to self-concept which incorporates self-esteem (see also, Marsh, Relich, & 
Smith, 1983a; Marsh, Smith, Barnes, & Butler, 1983b). The reasoning behind this 
perspective is based on the idea that the distinction between self-esteem and self-
concept is artificial. That is, to describe oneself as being 'clever or stupid' is also to 
evaluate oneself. In other words, being clever or stupid brings with it positive or 
negative connotations (e.g. being clever is good, being stupid is bad). 
Strong empirical support for this view has been provided by Greenwald, 
Bellezza, and Banaji (1988). These authors compared self-knowledge with, among 
other factors, measures of self-esteem. Their results "suggest that self-esteem is a 
pervasive component of measured self-concept" (Greenwald et al. 1988, p.34). 
Similar findings have been reported by a number of theorists (see Breakwell, 1987, 
and Campbell and Lavalee, 1993, for reviews). 
Campbell (1990, study 1 ), for instance, has reasoned that if self-esteem is 
associated with the structure of self-concept, then people with low self-esteem should 
have more poorly defined self-concepts, and this would be reflected in scores on 
bipolar trait scales ( e.g. cautious-risky) being near the middle of these scales. This 
hypothesis was supported with low self-esteem participants typically describing 
themselves is a way that was neutral (ie. neither cautious or risky). 
On the basis of such evidence ( and following a number of prominent theorists, 
e.g., Brown & Dutton, 1995; Marsh, 1990a; Marsh et al, 1983) this thesis will adopt, 
as a working assumption, that self-esteem and self-concept are indistinguishable. 
Thus we will use the terms, self-esteem and self-concept interchangeably. 
The following section investigates the nature of the self-esteem construct 
beginning with early descriptions, and leads to the most up-to-date construct 
definitions by the field's leading scholars. 
Self-concept: Hierarchical and multidimensional nature 
Early theorising on the nature of the self-concept by William James' (1890) 
suggested that the self-concept consisted of multiple dimensions such as social, 
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· spiritual, physical (bodily self), and material selves. Despite this, however, many 
researchers up until the mid-1970's conceived of the self-concept as a unidimensional 
construct (e.g. Coopersmith, 1967, Rosenberg, 1965). Coopersmith (1967) and Marx 
and Winne (1978), for example, argued that the global self saturated all individual 
facets of self-concept so much so, that a distinction could not be accurately made (see 
also, Marsh, 1990a; Marsh and Hattie, 1996). 
James' s (1890/1981) ideas regarding the multidimensional nature of the self-
concept were not expanded until a comprehensive review by Shavelson et al. (1976). 
These theorists argued that previous self-concept research could be criticised on 
several important grounds, for example, poor measures, the lack of a universal (self-
concept) definition, and the reactive nature of measures (which could induce many 
respondents to give 'socially desirable' answers rather than those which are 'self-
descriptive'). This led Shavelson et al. (1976) to surmise that "until these problems 
have been dealt with in a manner made possible by advances in construct validation 
methodology, the generalizability of the self-concept findings will be severely 
limited" (p.410). 
The Shavelson, Hubner, and Stanton (1976) Hierarchical facet model -0f self-concept 
The Shavelson et al. (197 6) review represented a major advance in self-
concept work. Shavelson et al. (1976) broadly defined self-concept as a "person's 
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perception of himself... formed through his experience with his environment... and 
influenced especially by environmental reinforcements and significant others" (p.411). 
They stressed that self-concept was. a hypothetical construct helpful in predicting and 
explaining how a person may behave. These authors (in what is commonly known as 
the Shavelson model) proposed seven critical aspects to their definition of self-
concept (see also: Shavelson et al, 1976; Hattie, 1992; Marsh, 1990a; Marsh & Hattie, 
1996; Marsh & Shavelson, 1985). The model is represented pictorially in Figure 1. 
They theorised that self-concept is: 
1.) Organised - people organise all their perceptions of themselves into 
meaningful categories. 
2.) Multifaceted - there are many dimensions ( different categories) within a 
person's self-concept, which can be unique or shared by a group. 
3.) Hierarchical - the organised, multidimensional nature of self-concept is 
hierarchically ordered (see figure 1). General self-concept is at the apex of the 
hierarchy, which separates into academic and non-academic components. These 
divide again into smaller domains such as individual school subjects for the academic 
component, and into social, physical, and emotional domains for the non-academic 
component. These categories . can be further broken down into certain behaviours in 
specific situations. For example, the school subject of mathematics consists of 
algebra, geometry, trigonometry and so on. A person may feel capable of solving 
algebra problems, while being less confident at trigonometry. 
4.) Stable - the hierarchical nature of self-concept is stable at the apex, but 
becomes increasingly less stable as the hierarchy of self-concept descends to specific 
domains and specific situations. 
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5.) Developmental - as a person progresses from infancy to adulthood, self-
concept becomes more and more multidimensional. Thus, for example, amongst 
infants there·· ·tends to be no distinction between oneself and the environment. 
Amongst young children there tends to be no distinction between different parts of the 
self-concept. However, as children mature and acquire better verbal skills, their self-
concept becomes more differentiated, and develops into the multidimensional, 
hierarchical structure. 
6.) Evaluative - self-concept can be descriptive ('I am tall') and evaluative ('I like 
being tall'). 
7.) Differentiable - Self-concept is affected by specific experiences. Achievement 
in sport should be more highly correlated with physical ability self-concept than 
academic or social self-concept. That is, specific experiences affect specific areas of 










































Figure 1: The Shavelson, Hubner, and Stanton (1976) model of Self-concept. 
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The Marsh and Shavelson (1985) revised model 
The multidimensionality and structure of self-concept hypothesised by 
Shavelson et al. (1976) was "heuristic and plausible, but. .. not empirically validated" 
(Marsh & Shavelson, 1985, p.l 08). In an effort to validate the Shavelson model, 
Marsh and Shavelson (1985) tested the academic subscales of the model to establish 
its accuracy. They found that there was clearly a multidimensional structure of self-
concept, and, at least for pre-adolescents, a hierarchical structure. However, Marsh 
and Shavelson (1985) found the multidimensionality of self-concept to be a little more 
complex than was proposed by the Shavelson model. Math and verbal self-concepts 
were distinct and could not be integrated into a general academic self-concept, which 
was evident for both pre- and late adolescent participants. To overcome this problem 
the Marsh and Shavelson (1985) revised model of self-concept (see figure 2) divided 
the academic factor into verbal/academic and math/academic while the remainder of 
the model stayed as originally formulated by Shavelson et al. (1976). 
In a further test of the Marsh and Shavelson (1985) model Marsh, Byrne, _and 
Shavelson (1988) used verbal,. math, and general school scales from the Self-
Description Questionnaire III (SDQ III, Marsh & O'Neill, 1984), Affective Perception 
Inventory (Soares & Soares, 1979, cited in Marsh et al., 1988), and the self-concept of 
Ability Scale (Brookover, 1962, cited in Marsh et al., 1988) on a large sample of high-
school students. The results supported the conclusions reached by Marsh and 
Shavelson (1985) indicating a clear difference between verbal and mathematic 
academic factors, and thus illustrating that the Marsh/Shavelson revised model was, 
indeed, a more accurate representation of self-concept than that initially proposed by 






















Figure 2: The Marsh and Shavelson (1985) revised model of self-concept: 
The revised model of self-concept proposed by Marsh and Shavelson (1985) 
also initiated a further model known as the Internal/External (I/E) frame of reference 
model (Marsh, 1986a). This model was designed to show that while verbal and math 
self-concept scores were virtually uncorrelated, academic achievement in these two 
domains are normally correlated between .5 and .8 (Byrne, 1984; Marsh, 1986b, 
1990a, 1998; Marsh et al., 1988). The I/E model proposes that a person may compare 
their ability in a particular dimension of self-concept in two ways. The first is by 
comparing their own perceived ability with their perception of the ability of other 
people in that dimension of self-concept ( external comparison). The second is by 
comparing their own ability in that particular self-concept dimension with their 
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perceived ability in other self-concept dimensions (internal comparison). A frequently 
used example in the literature ( e.g. Byrne, 1984; Marsh, 1986b, 1990a; Marsh & 
Hattie, 1996; Marsh et al., 1988) is of a person whose math and verbal ability is lower 
than the average of his or her class, but individually, is better at maths than reading or 
other school subjects. Their math ability is below average relative to their classmates 
( external comparison), but is higher in relation to their other academic subjects 
(internal comparison). This student, contingent on how he or she weights each of the 
components (internal/external), may have a high self-concept in the dimension of 
math even though their math ability is poor. 
Comparable, and supportive of the external frame of reference within the I/E 
model is the 'big-fish-little-pond-effect' (BFLPE; Marsh, 1987c; Marsh & Parker, 
1984). These researchers have shown that the BFLPE commonly occurs when 
persons of the same academic ability have a higher self-concept score when they 
identify with others who are less capable than themselves, and lower self-concept 
scores when they identify with others who are more capable than themselves. In other 
words, if there were two students of equal academic ability but one went to an above-
average academic ability high school, while the other went to a below-average 
academic ability high school, the student from the below average school would be 
more likely to have a higher academic self-concept than the student from the above 
average school as the frame of reference for their academic self-concept is different. 
A large body of research has followed on from the groundwork of Shavelson et 
al. (1976) and Marsh and Shavelson (1985) which supports the multidimensional 
nature of self-concept. Much of this research has been published by Marsh and Byrne 
and their colleagues (see Byrne, 1996; and Marsh, 1990a, for extensive reviews of 
related literature). However, there is also extensive literature by other researchers 
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who have used the greater understanding of specific domains of self-esteem to explain 
behaviour. For example, Hunter and his colleagues (Hunter, Platow, Bell, Kypri, & 
Lewis, 1997; Hunter, Platow, Howard, & Stringer, 1996) have shown that intergroup 
discrimination enhances domain specific and not global self-esteem. These results 
also emphasise that there are differences between domain specific and global self-
esteem, and that specific domains of self-esteem can be affected without global self-
esteem changing. In addition, this shows that specific intervention programmes have 
specific effects on the self-concept. The following section investigates where global 
( or general) self-esteem fits within the self-concept structure. 
General self-concept 
Although there is an abundance of supportive literature illustrating the 
multidimensional nature of self-concept, there is less agreement on where general self-
concept fits into the overall construct. Rosenberg's (1965, 1979) early work on the 
interactive hypothesis suggested that the effect a specific domain of self-evaluation 
has on overall (general) self-esteem is dependent on the importance attached to 
particular domains. For example, if a person has a high appearance self-esteem, and 
appearance is considered to be important by that person, then this will have a positive 
effect on general self-esteem. Similarly, general self-esteem will be less affected if 
appearance is considered to be less important. In an extensive test of this idea, 
however, Marsh (1986a) found no conclusive evidence for the interactive hypothesis. 
As a result he suggested instead that general self-esteem be considered a separate . 
domain of self-esteem as defined by his self-description questionnaire (SDQ) 
measurement instruments. Support for this idea has been found in a number of 
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studies, for example, Marsh and O'Neill (1984), Marsh and Byrne (1993) and Marsh 
(1990c). 
Indeed more recently Rosenberg, Schooler, Schoenbach, and Rosenberg, 
(1995) have gone so far as to highlight the meaning of the distinction between general 
and specific domains of self-esteem. These authors and a number of others (see also 
Brown & Dutton, 1995, and Dutton & Brown, 1997, Markus & Kunda, 1986, for 
supportive research) propose that the two may have distinctly different consequences. 
Thus, they suggest that domain specific self-esteem is more evaluative, and associated 
with behaviour or behavioural outcomes, while general self-esteem is more closely 
associated with psychological well:-being and mental health. 
The following section focuses on the formation and development of self-
concept from birth to adulthood, illustrating the changes that take place during this 
time. 
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Self-concept: Formation and development 
In order to assess self-concept at a certain point during one's life, such as 
adolescence, it is important to understand the formation and development of the self-
concept. Shavelson et al. (1976) hypothesised that the multidimensionality of self-
concept increases as an individual develops from a young child to an adult. There is a 
tendency for infants not to differentiate between themselves and the environment, 
while young children tend only to have a global, unidimensional concept of their self. 
In a test of the Shavelson et al. Hypothesis~ Marsh and Shavelson (1985; see also, 
Marsh & Craven, 1991; Marsh, Craven, & Debus, 1991; Marsh & Hattie, 1996) found 
that correlations between the seven subscales of the Self Description Questionnaire I 
(SDQ I, designed to assess preadolescent self-concept, see Marsh, 1988) decreased 
significantly with age during early preadolescence, demonstrating an increasingly 
multidimensional concept of the self. In addition, Marsh (1989) found similar low 
level correlations between the eleven subscales of the SDQ II (designed to assess early 
to mid adolescent self-concept, see Marsh, 1990b) and the thirteen subscales of the 
SDQ III ( designed to assess late adolescent to early adult self-concept, see Marsh, 
1990c). 
With an entirely different conceptual framework, Rosenberg ( 1979) suggested 
that changes in a person's concept of their self is brought about by a change in 
cognitive processing. Young children are typically self-centred, whereas adolescents 
have developed the ability to introspect and conceptualise, and are more aware of 
reality, leading to an increasingly multidimensional self-concept. Most importantly, 
however, both Rosenberg and Marsh concur that the multidimensionality of self-
concept increases with age. 
14 
The idea that the self-concept forms through social interacti.on is a common 
view in the literature (e.g. Marsh, 1990a; Rosenberg, 1979; Shavelson et al., 1976). 
The emphasis here is on the impact of the perceived opinions of significant others 
such as family, peers, and teachers. People look to significant others and attempt to 
gauge that person's opinion of their self (akin to Cooley's [1902] "looking-glass self' 
- significant others are like a social mirror where an individual detects others' 
opinions toward themselves (see also, Harter 1996). In doing so, they gain knowledge 
of their strengths and weaknesses, which are used to maintain or re-evaluate their self-
concept (Hattie, 1992; Rosenberg, 1979). These 'reflected appraisals', as Rosenberg 
(1979) termed them, have been shown to be reasonably accurate. Research by Marsh, 
Barnes, and Hocevar (1985; also see Marsh, 1990a) found that agreement between 
self-esteem scores completed by an individual, and a person well-known to the 
individual on their behalf, was moderately high (mean r=0.58). However, as 
Rosenberg (1979) emphasised, it is an individual's perception of another person's 
opinion that is most important in reflected appraisals, rather than the accuracy of the 
appraisal. 
A further process described by Rosenberg (1979) refers to the theory of 'social 
comparison'. According to this theory a person compares their ability to that of those 
around them, their own previous behaviour or· accomplishments, and the norms of the 
society in which they live. Empirical support for this contention is found in the 'big-
fish-little-pond-effect' discussed previously, where students academic self-esteem is 
affected by their perception of the academic ability of those around them, such as their 
class mates (Marsh, 1987c; Marsh & Parker, 1984). Similar conclusions can be drawn 
from research concerned with physical self-esteem. Marsh and Peart (1988) measured 
the self-esteem of high-school girls assigned to either a competitive or cooperative 
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aerobics class. They found that physical ability self-esteem of those assigned to the 
competitive group decreased while physical ability self-esteem of those assigned to 
the cooperative group showed an increase. In accounting for their results, Marsh and 
Peart argued that participants in the experimental group were forced to compare their 
own ability with the ability of other participants far more than the participants in the 
cooperative group, or prior to the intervention (also see Marsh, 1990a). 
Whereas reflected appraisals and· social comparisons involve other people, 
self-esteem may also be influenced by the attributions individuals may give for their 
success or failure in a given task or situation (Heider, 1958; Marsh, 1990a; Marsh, 
Cairns, Relich, Barnes, & Debus, 1984; Shavelson & Bolus, 1982; Weiner, 1985). By 
attributing failure to external causes (I failed the test because it was too hard) and 
success to internal causes (I passed the test because I studied a lot) (Marsh, 1990a, 
Zuckerman, 1979), a person can maintain or improve their self-esteem. If the opposite 
occurs, and failure is attributed to internal causes, self-esteem may be lowered or 
become negative. 
In addition to factors such as social interaction, social comparison, and 
attributions it has been found that self-esteem can be affected by other variables like 
sex, ethnic group and the developmental course of the life span. The effects of these 
are discussed in the following section. 
Self-concept: Sex, life-span, and ethnic group effects 
Given that self-concept forms and develops through childhood, it is reasonable 
to assume that self-concept may change with the age of a person. In a review of self-
concept research prior to 1977, Wylie (1979) found no age effects for general self-
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concept. As discussed previously however, research prior to this time did not assess 
multiple dimensions of self-esteem, and thus any age effects may have been 
concealed. Overcoming this problem by assessing multiple dimensions of self-
esteem, Marsh (1989) found a small but consistent effect for age. He found a (linear) 
decline in self-concept during preadolescence which continues to decline in early 
adolescence before levelling out by mid-adolescence and increasing steadily through 
late adolescence and early adulthood. Furthermore, Marsh (1989) found that this 
trend was fairly consistent across individual self-esteem domains, and occurred for 
both males and females. 
Although developmental trends are consistent for males and females, overall 
esteem levels have been found to be different. Historically, women have been 
stigmatised as a social group. That is, there was a negative stereotype concerning 
women as social category members (see Crocker & Major, 1989, for a discussion of 
this view). On this basis it may be expected that women would have lower self-
esteem. Research, however, does not generally support this view (e.g. Crocker & 
Major, 1989; Best & Willaims, 1992). Wylie's (1979) review also failed to reveal 
any sex differences in general self-esteem; however, Marsh (1989) and Hattie (1992) 
have both reported a weak relation between sex and general self-esteem. These 
authors suggest this weak relation, is bought about by the counterbalancing of 
differences between males and females in specific domains of self-concept which tend 
to follow traditional sex stereotypes. Marsh (1989), with a sample of over 12,000 
responses, found males to be higher than females in the domains of physical ability, 
appearance, mathematics, emotional stability, problem solving, and general self-
esteem, while females had higher scores for verbal/reading, general school work, 
honesty/trustworthiness, and religion/spiritual values. Hattie (1992) and Crain (1996) 
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have both concurred with Marsh's (1989) conclusion that sex differences in specific 
self-concept dimensions are "generally consistent with sex stereotypes" (p.417). For 
additional discussion on age and sex effects on self-concept see Byrne and Shavelson 
(1987), Crain (1996), Hattie (1992), Marsh (1989, 1990a, 1993b, 1998), Marsh and 
Hattie (1992), Marsh, Parker, and Barnes (1985), and Marsh, Parker, and Smith 
(1983). 
Another social group which has been stigmatised in the past are Blacks 
(African Americans). In her review of the effects of ethnicity on self-esteem, Crain 
(1996) emphasised that early research in the area had several shortcomings including 
the use of only global measures of the self, and primarily using Black and White 
children as participants. Later research, however, has used multidimensional 
measures of self-concept, with some differences between ethnic groups emerging in 
physical domains of self-concept. Crain (1996) reported that most studies tend to 
show that Black students have a higher physical self-esteem than other ethnic groups, 
while lower physical self-esteem are typically reported by Asian people. However, 
Crain suggested that different ethnic groups vary on the value and emphasis they place 
on physical ability or appearance, which leads to weighting physical self-concept 
scales by one ethnic group more or less than other ethnic groups. As a final point, 
Crain (1996) emphasised that there was typically more variation in self-esteem scores 
within a racial group than between groups, and that differences between raw scores on 
self-esteem measures for different ethnic groups are actually quite small. 
Overall, differences have been found between males and females m self-
esteem level. These differences are typically in line with sex stereotypes. Also, there 
is evidence to show that physical self-esteem levels differ between different ethnic 
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groups. Finally, self-esteem has been shown to decrease from preadolescence to early 
adolescence, before increasing again up until early adulthood. 
Self-concept summary 
Self-concept is a hypothetical construct consisting of an almost infinite 
number of dimensions which become progressively distinct as a person develops from 
infancy to adolescence. The place of general self-concept within the self-concept 
structure has been debated in the literature. The current study adopts the position of 
Marsh (1986a) insofar as general self-concept is assumed to be a separate dimension 
of self-concept that is not automatically interchangeable with specific domains of self-
concept. Self-concept is formed and maintained in three main ways: (1) through 
social interaction with significant others, (2) through comparisons when one's own 
ability is compared to the perceived ability of those around them, and (3) by 
attributions given for success or failure. Changes in self-esteem are systematic and 
reliable ( e.g., the progressive change with age from pre- to late adolescence). There 
are also differences between males and females in self-concept level, that typically fall 
along sex stereotypical lines. Additionally, some differences have been found 
between different social groups in the domain of physical self-concept. 
Having defined the current status of self-concept in the literature, the focus is 
now directed towards interventions which purport to improve self-esteem. The 
different types of interventions available are discussed before describing the 
intervention used in the current study. 
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Enhancing self-concept 
Although self-concept has been shown to be inherently stable over time (see 
Marsh, 1990a), a vast amount of the literature has attempted to improve self-concept 
with a variety of interventions. Hattie ( 1992) discusses three different intervention 
approaches designed to enhance self-concept: cognitively oriented programmes, 
affectively oriented programmes, and programmes which are neither affectively or 
cognitively based. Cognitively oriented interventions focus on a clinician working 
with a client to change thoughts and behaviours which are often automatic, negative, 
and maladaptive, to thoughts and behaviours which are more positive and realistic. 
Affectively oriented interventions, on the other hand, concentrate on the client 
learning to be aware of the reactions and feelings he or she has to various thoughts. 
Self-concept change is achieved by the client clarifying and gaining an insight into 
their feelings, leading to greater self-acceptance (Hattie, 1992). 
Interventions which are neither affectively or cognitively focused, such as 
outdoor activity programmes, are designed to increase participants' confidence, 
physical ability, leadership skills, and teamwork skills, for example, as well as self-
esteem. Unfortunately, of the organisations which purport to enhance self-esteem 
through their programmes, many have only provided anecdotal evidence for their 
claims. The current study sought to empirically assess one such outdoor programme 
providing for adolescents, a structured ten-day voyage aboard the sailing ship 'Spirit 
of New Zealand', operated by the Spirit of Adventure Trust. 
Of all the measurable constructs associated with an outdoor programme, such 
as self-efficacy (McGowan, 1986) and locus of control (Marsh, Richards, & Barnes, 
1986a), self-concept is, by far, the most frequently studied (Ewart, 1987). The 
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following sections investigate studies which have measured the self-concept of 
participants in outdoor programmes, as well as the methodological shortcomings 
associated with many of these studies. 
The Outward Bound studies 
Many of the studies assessing self-concept in outdoor programmes has used 
Outward Bound centres around the world. The origin of Outward Bound is linked to 
Kurt Hahn (1886-1974). Hahn was asked by a shipping company to devise a 
programme which would "accelerate the development of independence, initiative, 
physical fitness, self-reliance, and resourcefulness" (Hattie, Marsh, Neill, & Richards, 
1997, p.44) of sailors to reduce the number of deaths from sinkings during the second 
world war. Hahn's programmes were successful, leading to increased physical fitness, 
initiative and independence. As a result Outward Bound schools were established 
throughout the world. The standard Outward Bound course is between two and four 
weeks duration in a wilderness environment facilitated by trained instructors. 
Participants on each course are put into small groups (usually less than 16 members) 
who are given mentally and/or physically challenging goals requiring group decisions 
and problem solving. There were forty-eight Outward Bound schools established 
throughout the world by 1995 (Hattie et al., 1997). 
Ewart (1983) reported numerous studies measuring the effect of Outward 
Bound courses on self-esteem, and concluded that the available evidence was typically 
supportive. For example, Nye (1976, cited in Ewart, 1983) noted increased esteem 
amongst participants of an Outward Bound course compared to a control group. 
However, much of this research is problematic as it failed to keep up with theoretical 
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advances in the field (i.e., the multidimensionality of the self-concept; Shavelson et 
al., 1976), and used a variety of self-concept measurement instruments of dubious 
reliability and validity, making comparisons between studies difficult (Wylie, 1979). 
In order to bypass some of the methodological shortcomings of previous 
research, which typically assessed only unidimensional (global) self-concept, or used 
poor measurement instruments, Marsh, and his colleagues (1986a) assessed multiple 
dimensions of the self with a well-validated and reliable measurement instrument. In 
this research Marsh et al. had participants of standard Outward Bound courses (in 
, Australia) complete the Self Description Questionnaire III (SDQ III, e.g. Marsh & 
0 'Neill, 19 84) one month prior to the course, the first day of the course, and on the 
final day of the Outward Bound course. The results revealed significant increases in 
all thirteen domains of self-esteem measured by the SDQ III from the first day to the 
last day of the course, with significantly larger increases the domains judged a priori 
to be most relevant to the Outward Bound programme. 
One acknowledged shortcoming in this work (see Marsh et al., 1986a) was that 
there was no attempt to ascertain whether the positive effects of the Outward Bound 
course were retained over time. One study which attempted to do this was conducted 
by Marsh, Richards, and Barnes (1986b). These authors tested the participants 
eighteen months after the completion of their Outward Bound course. Two hundred 
and twenty-nine of the original 361 participants responded. By comparing differences 
between scores at the end of the course with those eighteen months later, Marsh et al. 
(1986b) sought to establish whether the impact of an Outward Bound course had a 
long-term effect on self-esteem. There were five significant self-concept domain 
changes, two increases (physical ability, opposite sex relations) and three decreases 
(parental relations, emotional stability, honesty). Although these were not among 
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domains judged a priori to be more relevant to the course, or significant across the 
thirteen subscales of the SDQ III, Marsh et al. (1986b) interpreted these changes as 
supportive of their predictions for the long term follow up. 
Further research has also been conducted on Outward Bound courses using 
similar methodologies to those adopted by Marsh et al. (1986a, 1986b ). Thus, for 
example Mitchell and Mitchell (1989) found significant improvements in ten domains 
of self-concept over the length of the course, with eight of these remaining after three 
months. Two years later the same eight improvements were still apparent. An 
important point, however, is that only 22% of the original participants returning the 
final questionnaire. Thus, such data must be interpreted cautiously. 
Overall, the standard Outward Bound course has been well-verified by Marsh 
and his colleagues as a useful intervention to enhance multiple dimensions of self-
esteem. The standard course is more relevant to the non-academic dimensions of the 
self-concept. However, there are Outward Bound courses which are more relevant to 
academic dimensions. Such courses are known as Bridging courses. The Bridging 
course is a six week long intervention programme designed to enhance self-esteem 
and improve academic achievement amongst high school students who have poor 
academic performance. Similar to Marsh et al' s. (1986a; 1986b) stc:mdITTci G:Omse 
study, Marsh and Richards (1988) measured the multidimensional self-concept and 
academic ability of sixty-six high-school males six weeks prior to an Outward Bound 
bridging course, on the first day of the course, and six weeks later on the last day of 
the course. As hypothesised, Marsh and Richards (1988) found that the Outward 
Bound bridging course improved academic self-concept and academic ability. 
However, one weakness was the lack of a post-course follow-up to measure long-term 
effects of the intervention. 
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Importantly, the contrast in the results of Marsh et al. (1986a) and Marsh et al. 
(1986b) illustrate the validity of assessing multiple dimensions of self-esteem. For the 
standard Outward Bound course, non-academic self-concept domains were predicted 
and found to improve, while the Outward Bound bridging programme predicted 
increases in academic self-concept domains and academic ability, both of which were 
found. This research showed that interventions can be tailored to improve self-
concept in specific areas. In addition, it showed Outward Bound courses to be 
worthwhile, with long term benefits for those who take part. 
In summary, early research assessing Outward Bound courses suffered from 
several methodological flaws. Much of the research assessed only global self-esteem 
and did not include follow-up measures to test the long-term ability of the course to 
enhance self-esteem. Subsequent research conducted by Marsh and others has, 
however, shown that Outward Bound courses can enhance multiple dimensions of 
self-esteem, and that these effects remain over the long-term. Although there has been 
an abundance of research showing the benefits of Outward Bound courses, there has 
been comparatively little conducted on other outdoor programmes which purport to 
enhance self-esteem. The following section addresses studies conducted in outdoor 
environments other than Outward Bound schools. 
Other outdoor programmes 
Research by Finkenberg, Shows, and DiNucci, (1994) tested the effect of a 
college adventure education class on self-esteem, and found significant increases in 
self-concept immediately following the completion of the semester-long class. There 
was no follow-up study, however, to assess the long-term ability of the class to 
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enhance self-concept. Other research has stated that an envirorunental education 
programme at a nature camp for pre-adolescents improves self-esteem (Dresner & 
Gill, 1994). These authors also reported a weak correlation between self-esteem and 
the desire to take more envirorunental action. These conclusions must be interpreted 
cautiously, however, as no information was given on how self-esteem was measured, 
nor was there a follow-up measure to assess long-term benefits of the programme. 
One study which did address these issues was conducted by Park (1997). The 
Sir Edmund Hillary Outdoor Pursuits Centre (SEHOPC, see Wheeler, 1995) near 
Turangi, New Zealand, was studied to assess the effect of a five-day course on 
participants self-esteem. Park found that, compared to a control group, participants of 
the SEHOPC course improved their self-esteem in four domains. However, after a 
three month follow-up these scores were not significantly different from the control 
group. 
One type of programme which has been largely ignored by researchers are 
those which use the sea as a medium for development. Developmental voyages 
catering mostly for participants in late adolescence and early adulthood, typically on 
traditionally rigged sailing vessels, are operating all over the world (World Wide Web, 
1998). Though many of these organisations believe that their programmes do have a 
significant impact on participant's self-esteem and other areas of one's life, only a few 
have provided empirical evidence for their claims. One such study was conducted by 
Crane, Hattie, & Houghton (1997). These researchers investigated changes in goal 
setting as result of a structured sailing voyage. The measurement of goal setting was 
as an open-ended question where participants were asked to list their goals for the 
voyage. Crane et al. (1997) judged the majority of goals at the beginning of the 
voyage to be vague in nature, with a shift to career oriented, more specific goal setting 
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by the end of the voyage. The total number of goals set increased for participants who 
were judged to be most successful during the voyage. Similar evidence has been 
produced by Neill and Richards (1994), who assessed the developmental effects of a 
structured ten-day voyage. They found significant positive changes in life skills such 
as time management, leadership, self-discipline, self-confidence, social skills, and 
resourcefulness. In addition, many of these skills were maintained after a three-month 
follow-up assessment. 
Most pertinent to the current thesis is a study by Norris and Weinman (1996). 
These authors studied the effects of a three-month transatlantic voyage from the 
United Kingdom to the Caribbean on participants self-esteem, as well as life 
satisfaction, general health, coping ability, self-efficacy, and optimism. They found 
significant improvement in general self-esteem and one coping strategy (positive 
reinterpretation and growth) immediately following the voyage when compared to pre-
voyage measures and a control group. Inviting further research, Norris and Weinman 
(1996) suggested that a one- or two-week voyage would perhaps be too short of a 
duration to achieve results similar to their study. 
The study by Norris and Weinman (1996), however, has serious shortcomings 
for this type of research, which Marsh et al. (1986a, 1986b) described some ten years 
earlier. Marsh and his colleagues suggested that in order to accurately and adequately 
assess the effect of an intervention on self-concept, its multidimensional nature should 
not be ignored. Marsh et al. also suggested that follow-up measures were necessary to 
establish the long term ability of an intervention to enhance self-esteem, and to avoid 
a potential bias they termed 'post-group euphoria' (PGE) - the elated feelings at the 
completion of a demanding course. Marsh et al. (1986a) suggested that PGE was 
conceptually similar to the Hawthorne effect, placebo effect, experimenter effect 
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(where participants give desirable answers), a cognitive dissonance effect (where 
participants responses are influenced by the time, effort, and money they have put into 
the course) or a group cohesion effect. The presence of such factors in any given 
study of course constitutes a genuine and serious threat to the validity of the results. 
Group cohesion may also explain an increase in self-esteem at the completion of a 
course. If participants feel that they are members of a particular group, such as those 
involved in an outdoor adventure programme, then this may have consequences for 
their self-esteem. This might be especially so on a sailing ship where people have to 
work together to sail the vessel and achieve goals. Brown (1988) suggested that if 
being a member of a group was internalised as a part of self-concept, then any value 
associated with that group will have an effect on self-esteem. Pertinent for the current 
study is if any increase in self-esteem at the end of the voyage is attributable to this 
group cohesion effect, then self-esteem should decrease again once the voyage is over 
and participants are in their normal home environment. To assess whether the effects 
of an intervention are not just an artefact of PGE group cohesion or other related 
factors, follow-up measures need to be incorporated. That is, if the effects are still 
apparent some months after the completion of the intervention, then alternative 
explanations may be ruled out. 
Overall, the majority of research measuring the effects of outdoor programmes 
other than Outward Bound courses have suffered from several methodological 
weaknesses. The majority of studies have not looked beyond the final day of the 
programme to assess any long-term benefits, while self-esteem assessment has 
typically been global in nature. The current study sought to improve and extend on 
the research of Norris and Weinman (1996) by assessing multiple dimensions of self-
concept three weeks prior to a ten day Spirit of Adventure Trust developmental 
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voyage, on the first day of the voyage, the last day of the voyage, and finally, three 
months following the voyage. It also sought to establish whether a ten day voyage 
was of sufficient duration to have a significant impact on paiiicipants self-esteem. 
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The Spirit of Adventure Trust 
The Spirit of Adventure Trust (SOAT) was formed in 1972 when Lou Fisher, a 
businessman from Auckland, commissioned the building of the 'Spirit of Adventure', 
which he gifted to the youth of New Zealand. Fisher's vision encompassed the 
psychological development of young New Zealanders rather than turning them into 
. skilled sailors (Sharp, 1994). His concept for the SOAT was to "develop a potential 
for leadership, learn to live together, develop a knowledge of ships and the sea and 
enjoy themselves" (inaugural SOAT board meeting minutes, cited in Sharp,· 1994, 
p.29). 
The SOAT continued to develop over the next few years, offering voyages to 
young men and women from across the country. By 1979 the ship was licensed to sail 
to any port in New Zealand (Sharp, 1994). Kerr (1978) suggested at this time that 
"the most important thing a trainee gets is a greater self-knowledge ... of one's ability 
to cope with strange and challenging situations and a better understanding of one's 
relationships with other people" (p.163). 1 
A second ship, the 'Spirit of New Zealand' was built in 1986 initially as a 
larger replacement for 'Spirit of Adventure', however the decision was made to 
operate two vessels and thus more than double the number of berths available for the 
youth of New Zealand. In 1997, the 'Spirit of Adventure' was decommissioned after 
24 years service, while the 'Spirit of New Zealand' sailing schedule was tightened 
1 Although the data from the current study does not test this anecdotal evidence directly, the 
multidimensional measurement of self-esteem used does assess relations with others. Furthermore, as 
discussed at the beginning of the introduction, positive self-esteem is regarded as desirable, and is a 
facilitator of many beneficial outcomes (Marsh, 1993a, 1998), such as increased self-knowledge and 
coping ability. 
"To offer equal opportunity to young New Zealanders to 
develop qualities of leadership, independence and community 
spirit through the medium of the sea". 
29 
In addition, the certificates each participant receives on completion of the voyage 
states aspects of personal development that are covered on a ten day developmental 
voyage. These include self-esteem, leadership, independence, motivation, confidence, 
community spirit, and public speaking. 
Given the importance placed on positive self-esteem discussed at the 
beginning of the introduction, the current study sought to empirically assess and 
improve on weaknesses in previous research assessing the impact of sailing voyages 
on self-esteem. Incorporating a well-validated, multidimensional measure of self-
esteem (SDQIII), and by including a follow-up measure general, and specific domains 
of self-esteem of participants were measured three weeks before the voyage (Tl), the 
first day of the voyage (T2), the last day of the voyage (T3), and three months 
following the voyage (T4). Two hypotheses were generated: 
1.) As a result of the voyage there will be increases in specific domains of self-esteem 
judged a priori to be more relevant to the voyage programme. 
2.) The increases in specific domains of self-esteem will have a long-term effect (three 
months following). 
Following the general tenets of Marsh's work (see also, Crane et al., 1997; 
Mitchell & Mitchell, 1989; Park, 1997), a three month interval between the final day 
of the voyage and the follow-up measure was considered to be of long enough 
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duration. The reasoning for this was that potential 'post-voyage euphoria' · or group 
cohesion effects would be alleviated, while most participants would not have 
undertaken other programmes with the potential to enhance self-esteem. Three 
months is also a short enough duration for self-evaluation to be unaffected by the 
developmental changes, which (as noted earlier) have indicated that young people's 
self-esteem increases through late adolescence and early adulthood. 
Summary 
Research measuring the impact of outdoor programmes on self-esteem was 
initially fraught with methodological weaknesses pertaining to the measurement focus 
only on global self-esteem, and a lack of follow-up measures to assess long term 
benefits of such programmes. Studies by Marsh and others on Outward Bound 
courses overcame these shortcomings and showed that specific domains of self-esteem 
could be significantly enhanced by participating in Outward Bound courses. In a far 
less researched area of structured outdoor programmes, those using the sea and sailing 
ships as a medium, however, have suffered from the early weaknesses of their land-
based counterparts. The current study sought to overcome these methodological 
weaknesses by using a well validated multidimensional self-esteem measurement 
instrument, and by incorporating a three month post-voyage follow-up measure. Two 
hypotheses were tested. The first was that as a result of the voyage there will be 
increases in specific domains of self-esteem judged a priori to be more relevant to the 
voyage. The second was that the increases in specific domains of self-esteem will 




One hundred and ninety nine trainees from five voyages on the sailing ship 
'Spirit of New Zealand' took paii in this study. The data from five participai1ts were 
not included as they failed to complete the study properly2. A further participant 
withdrew as a consequence of having reading difficulties. Thus, the final sample 
comprised 193 participants. One hundred and nineteen participants were female, 
seventy four were male. All participants were aged between 15 and 18. Four voyages 
were of mixed sex (20 males, 20 females), and one was a single sex voyage (40 
females). 
DESIGN 
A 2 (sex: male/female) x 13 (self-esteem domains: maths, general school 
work, religion/spirituality, global self, honesty, opposite sex relations, same sex 
relations, parental relations, physical appearance, physical ability, verbal ability, 
emotional stability, problem solving ability) x 4 (time of voyage: Tl, T2, T3, T4) 
mixed model design was utilised. 
2 For example, answers in the questionnaire booklet were written in numerical order, from 1 through to 
8, repeated do\\rn each page. 
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THE TEN DAY YOUTH DEVELOPMENT VOYAGE PROGRAMME 
The intervention for the current study was a ten day youth development voyage 
aboard the 'Spirit of New Zealand', a 148' barquentine rigged sailing ship. A ten day 
voyage programme comprises the trainees working in four groups (or watches) of ten. 
On a mixed sex voyage there are five males and five females in each watch. Various 
activities are completed during each voyage. There is no pre-organised sequence of 
activities, although some activities are more suited for the beginning of a voyage (such 
as team building exercises) while others are best completed later in a voyage (such as 
learning to successfully manoeuvre the ship under sail). Moreover, many activities are 
dependent on the weather conditions at any given time. 
The ship is divided up into four areas, called sail stations. These are 
'foredeck', 'midships', 'main', and 'specials'. Each watch moves to a new station 
each day. 'Foredeck' sail station tends the most forward sails, while 'midships' and 
'main' look after sails in the middle of the vessel. 'Specials; tend the sails at the rear 
of the vessel, take turns at steering and navigation, and assist the cook in meal 
preparation and clean-up. The rigging of the vessel has been purposely kept as simple 
as possible to ensure that participants, most of whom have never done any sailing, can 
learn the correct methods of raising, lowering, or manoeuvring the sails with a high 
chance of success: Indeed, ensuring that activities, whether setting a sail or other 
watch exercises, have every chance of success is an important part of the voyage 
programme, in so far as the successful completion of such activities has the potential 
to aid feelings of achievement amongst participants. 
Each day a different trainee will be leader of their watch. The trainee's job is 
to lead the watch in the various activities throughout the day, from cleaning the ship in 
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the morning, to the final debriefing session in the evening. The trainee watch leader is 
encouraged by the crew to ensure every member of the watch has a job to do when 
sailing or participating in an activity. After each activity a crew member debriefs the 
trainees by discussing the activity just completed. Each evening the full day's events 
and activities are debriefed. Debriefing is part of the 'Adventure Wave' (Schoel; 
Prouty, & Radcliffe, 1988) which involves an introductory discussion (to prepare 
participants for any given activity), a discussion of what the activity itself entails, 
followed by debriefing to process the experience of the activity and what participants 
may gain from it. In addition to a member of the crew facilitating a final debrief at the 
conclusion of the day's activities, trainee watch leaders of the day each take a turn at 
talking about what they personally gained from the day, how well their watch worked 
together, what they liked or disliked, and pass on suggestions to others about ways of 
succeeding at the tasks set. Discussion about leadership skills and what makes an 
effective leader is also part of the voyage programme. This is also discussed during 
the evening's final debriefing session where issues of leadership often arise. For 
example, if a watch worked well together, the discussion will focus on why this 
occurred, particularly to see whether the trainee watch leader of the day played an 
important role in the watches' success. Likewise, if a watch did not function together 
well, the discussion is directed towards learning why not. 
A typical voyage sequence is as follows. Day one includes safety briefs, ship 
familiarisation, routine for going aloft ( climbing the rigging), introduction to ship 
board routine and the sail station system in place to sail the vessel. Days two to four 
normally consists of activities set up to facilitate teamwork within the respective 
watches (and indeed the trainees as a whole group). This is achieved by a series of 
activities that will only be successful if the members of the watch cooperate. Thus for 
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example in one activity called 'Spiders web' a 'web' of rope is tied into the rigging of 
the ship. This web contains ten gaps. Each member of the watch must pass through a 
different gap in the web without touching the ropes. Some of the gaps are above head 
height to add challenge to the exercise, and to encourage teamwork for successful 
completion of the task. During these first few days of the voyage general safety 
features of the vessel are discussed along with correct response in an emergency 
situation. For this part of the voyage there is a 'hands on hands' approach from the 
crew. That is, the crew are actively involved in demonstrating and assisting with sail 
handling, and are fully involved with other watch activities. 
In days five to eight there is a continuation of teamwork and leadership 
development. Here the emphasis is on achievable tasks within watches, and as a 
complete crew. Activities are varied, ranging from tramping, sailing small boats, 
barbeques ashore, and inflatable raft paddling races, as well as sailing the ship. For 
the first part of this phase the crew adopt a 'hands on' approach where direction and 
assistance are given when needed. This changes to a 'hands off approach around day 
seven where trainees are encouraged to use their watch as a resource to solve 
problems, rather than relying on crew input, while at the same time handling sail and 
other watch activities. 
The eight days of fostering success, teamwork, and leadership (by positive 
reinforcement, facilitating success by having achievable activities, teamwork 
activities, and discussing effective leadership) leads to what is termed 'trainee day' on 
day nine. Trainee day is where the trainees take over all aspects of running the ship 
for the day. The previous night the trainees elect their own Captain, Mate, Navigators, 
Engineers, Cooks, and Watch Leaders. This is an integral part of the voyage 
programme, and is one which is emphasised as a goal during the earlier part of the 
35 
voyage. It is an opportunity for the trainees to use their new skills and pool their 
knowledge of the ship before asking for assistance from crew members. In the 
evening after trainee day awards and certificates are presented to each trainee. The 
vessel is usually alongside the wharf by 7 am the following morning where trainees 
depart and travel back to their homes. 
MATERIALS 
The Self-Description Questionnaire (SDQ III eg. Marsh & O'Neill, 1984; 
Marsh et al, 1986a; Marsh, 1990c) was used to assess global as well as multiple 
dimensions of participants' self-esteem. Developed in orqer to measure thirteen 
distinct components of the self-concept and thus self-esteem (see Breakwell, 1987; 
Greenwald, Bellezza, & Banaji, 1988; Marsh et al, 1983a, 1983b; for reviews) the 
SDQ III was developed for use with teenagers and adults. Comprised of 136 items in 
total, each domain of self-esteem measured by the SDQ III is tapped by means of a 
series of subscales consisting of ten or twelve items. All answers are recorded on 8 
point Likert scales (1 = definitely false; 8 = definitely true). Approximately half of the 
13 6 items are worded negatively to avoid response bias (Marsh, 1990c ). These scores 
are reversed for analysis. Higher scores on the scale indicate higher levels of self-
esteem. Components of the self assessed by this instrument were developed on the 
basis of theoretical and empirical work conducted by Shavelson et al. (1976) and 
Marsh & O'Neill (1984). As a consequence the SDQ III measures components of the 
self based on academic, moral, social, emotional, and global dimensions. The latter 
global dimension is largely derived from the Rosenberg (1965) general self-esteem 
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scale, and thus provides an excellent measure of global self-esteem (see Burns, 1979, 
for a review). 
An example of the content of each subscale is as follows: mathematics, 'I find 
many mathematical problems interesting and challenging'; verbal, 'I am good at 
expressing myself; academic, 'I hate studying for many academic subjects'; problem 
solving, 'I am never able to think up answers to problems that haven't already been 
figured out'; physical ability, 'I am a good athlete'; physical appearance, 'I have good 
body build'; same sex relations, 'I have few friends of the same sex that I can really 
count on'; opposite sex relations; 'I get a lot of attention from members of the 
opposite sex'; parental relations, 'I still have many umesolved conflicts with my 
parents'; religion/spirituality, 'my spiritual/religious beliefs provide the guidelines by 
which I conduct my life'; honesty/trustworthiness, 'I have never stolen anything of 
consequence'; emotional stability, 'I tend to be highly strung, tense, and restless'; 
general self, 'overall, I have a lot of respect for myself. 
Reliability and Validity of the Self Description Questionnaire III 
The reliability and validity of the SDQ III is exceptionally well documented 
(eg. Byrne, 1988a, 1988b, 1996; Marsh, 1987a, 1987b, 1990c; Marsh & O'Neill, 
1984; Marsh & Hocevar, 1985; Marsh et al, 1986a, 1986b, Marsh & Byrne, 1993). 
Indeed, on the basis of her review, Byrne (1996) points out that the SDQ III is the 
"most extensively validated self-concept measure available" (Byrne, 1996, p. 204 ). 
The SDQ III has proven to be reliable across cultures. These include Northern Ireland 
(Hunter et al., 1996), Canada (Byrne, 1988a), Australia (Marsh & O'Neill, 1984), 
Portugal (Faria, 1996), and New Zealand (Hunter et al., 1997; Mitchell & Mitchell, 
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1989). Each of the 13 subscales of the SDQ III have excellent levels of internal 
(median r=.90) and retest reliability (median r =.87). Correlations between each of the 
thirteen subscales of SDQ III are low (median r=.10). These findings reveal clear and 
distinct differences between each of the domains of self-esteem measured by the SDQ 
III. 
PROCEDURE 
The SDQ III was administered to participants on four separate occasions over a 
four month period. The first questionnaire (Tl), an information sheet, informed 
consent form, and explanatory letter was posted to potential participants by the staff of 
the Spirit of Adventure Trust (SOAT) approximately 3 to 4 weeks before the voyage. 
This was included with the information the SOA T sends to trainees ( eg. travel 
arrangements, equipment lists, and medical forms). The time two (T2) questionnaire 
was administered on the first day of the voyage prior to leaving the wharf. The time 
three (T3) questionnaire was administered at the end of the voyage after the 
completion of trainee day prior to the presentation of awards and certificates. The 
time four (T4) questionnaire was posted out to participants approximately three 
months after the last day of their voyage. 
Important to note is that the current study does not include a control group 
measure. Marsh et al. (1986a) and Mitchell and Mitchell (1989) argued the 
impracticality of a randomly assigned no-treatment control group (for the current 
study this would mean placing 40 participants on a sailing ship for ten days with no 
structured programme). Despite this however, the present study has control measures 
incorporated into its design. The voyage should have the greatest impact on those 
38 
domains of self-esteem which are most relevant to the voyage. The senior master for 
the SOAT, Captain Paul Leppington, was asked to rate a priori which of the thirteen 
self-esteem domains measured by the SDQ III were most likely to be improved by a 
ten day voyage. Domains of self-esteem which are not expected to elevate during the 
voyage can be used as a control measure. A further control measure is the stability of 
responses between Tl and T2, and T3 and T4. Provided that there is no pre-voyage 
anxiety or post-voyage euphoria/group cohesion effects biasing responses, 
comparisons between Tl and T2, and T3 and T4, should not be significantly different. 
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RESULTS 
Data from participants of each of the five voyages was pooled together.3 The 
final analysis consisted of 15 8 participants ( 54 males, 104 females) who completed 
three or more questionnaires. One hundred and thirty one participants completed the 
SDQ III at Tl, 157 participants at T2, 156 participants at T3, and 141 participants at 
T4. One hundred and eleven participants completed the questionnaire on all four 
occasions. Of the 27 participants who did not complete the questionnaire at Tl, 
approximately 18 did not receive it as a result of being a 'last minute' allocation to the 
voyage, had a recent change of address, or supplied a home address while attending 
boarding school. Missing item values (if< 10 per SDQ, see Marsh, 1990c) were 
recoded as the mean of the entire sample for that time (Tl, T2, T3, or T4). As not all 
participants completed all four questionnaires, the number of participants varies for 
each of the analyses conducted. The minimum number of participants in each analysis 
is 111. 
Eighty seven percent of participants gave their ethnic identity as New Zealand 
European. Less than five percent identified with any other ethnic group (eg. New 
Zealand Maori, Samoan, Cook Islands). Because of the restricted number ethnic 
identity was not included as a variable. 
The dimensions of self-esteem measured by the SDQ III were rated a priori for 
their relevance to the voyage programme by Captain Paul Leppington, the Senior 
3 A 5 (voyage) x 13 (self-esteem domains) x 4 (time: Tl, T2, T3, T4) mixed model analysis of variance 
(ANOVA) was conducted to assess whether self-esteem was affected as a consequence of the particular 
voyage undertaken by participants. A marginally significant interaction was found between voyage and 
self-esteem domain (F(48, 388)=1.53, p<.05), however post hoc comparisons (using Dunn's Bonferroni 
t) failed to reveal any significant effects. 
40 
Master of the SOAT. Captain Leppington has twenty years experience working with 
youth on sea based developmental programmes. The domains rated as most likely to 
improve over the course of the voyage were those comprising of global self, problem 
solving, opposite sex relations, same sex relations, physical ability, and emotional 
stability. The domains rated as least likely to improve over the course of the voyage 
were religion/spirituality, appearance, verbal ability, general school work, and 
honesty. Mathematics and relations with parents self-esteem domains were rated as 
potentially able to be effected. Captain Leppington suggested that mathematical self-
esteem may increase as participants are taught navigation, a practical application of 
mathematics taught at school. Similarly, parental relations may increase, not directly 
as a function of the voyage programme, but as a result of enhanced self-esteem in peer 
relations domains. 
To analyse global and domain specific self-esteem amongst male and female 
participants three weeks prior to the beginning of the voyage (Tl), on the first day of 
the voyage (T2), on the last day of the voyage (T3), and three months following the 
voyage (T4), a 2 (sex: male/female) x 13 (self-esteem domains: Math, 
Religion/Spirituality, General Self, Honesty, Opposite Sex Relations, Same Sex 
Relations, Parental Relations, Physical Appearance, Physical Ability, Verbal Ability, 
Emotional Stability, General School Work, Problem Solving Ability) x 4 (time of self-
esteem measurement: Tl, T2, T3, T4) mixed model analysis of variance (ANOVA) 
was conducted. The first factor was independent. The following two factors were 
repeated. All cell means are shown in Table 1. 
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Table 1. 
Mean scores of participants global and domain specific self-esteem as measured by 
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t Denotes 12 item scale. All other domain scales comprise 10 items. 
T3 T4 
Mean (SD) Mean (SD) 
51.06 (15.94) 50.08 (17.00) 
51.84 (20.81) 49.83 (20.56) 
75.37(13.11) 75.85 (11.78) 
73.42 (9.71) 73.38 (10.31) 
58.46 (11.53) 59.04 (10.76) 
60.01 (9.67) 60.87 (8.61) 
51.16 (13.29) 52.07 (12.75) 
56.30 (11.11) 56.06 (11.44) 
59.16(11.16) 58.20 (10.02) 
55.33 (12.94) 54.57 ( 13.80) 
52.42 (10.51) 5L84 (10.08) 
62.41 (11.56) 63.78 (10.92) 
59.88 (12.42) 59.41 (11.80) 
767.22 (91.92) 764.97 (90.20) 
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A main effect was found for self-esteem domain (F(12, 93)=38.38, p<.001). 
Global self-esteem, and the esteem in which honesty was held, were found to have 
higher scores than all other self-esteem domains (all p's <.0005). The esteem in 
which problem solving ability, physical appearance, religion/spirituality, and 
mathematical ability were held were found to have lower scores than all other self-
esteem domains (all p's <.001). 
A further main effect was found for time of self-esteem measurement (F(3, 
102)=42.78, p<.001). To assess this effect further a series of repeated measures 
analyses of variance (ANOVA's) were conducted. Of all the possible comparisons 
available those relevant to the current study are: (a) the T2 - T3 comparisons which 
spanned the first and last day's of the voyage, and (b) the Tl - T4 comparisons to 
show the long-term effects while alleviating potential biases of the voyage such as 
post-voyage euphoria, group cohesion effects, or beginning of voyage anxiety. As can 
be seen in Figure 3, participants' mean SDQ scores increased significantly from the 
first day of the voyage (T2, M=751.14 (87.77) to the last day of the voyage (T3, 
M=767.43 (91.68); t(154)=4.55, p<.001), and from three weeks prior to the voyage 
(Tl, M=753.34 (85.03) to three months following the voyage (T4, M=769.23 
(88.95);t(l 13)=3.41, p<.002). Tl - T2 and T3 - T4 comparisons were not significant 
(Tl M=754.92 (86.26), T2 M=754.16 (86.15), t(129)=0.21, p>.82; T3 M=765.77 




















Figure 3: Overall mean SDQ score for participants at each time of self-esteem 
measurement. 
A number of relevant 2-way interactions were also discerned. A first 2-way 
interaction (approaching significance) was found between sex and self-esteem domain 
(F(l2, 93)=1.71, p<.08). To analyse this effect further a series of between subjects 
analyses of variance (ANOVA's) were conducted. This analysis revealed a number of 
significant effects (see Table 2). Males were significantly higher than females in the 
self-esteem domains of physical appearance (males M=218.21,· females M=193.23, 
F(l, 109)=6.38, p<.02), problem solving ability (males M=218.47, females M=203.60, 
F(l, 109)=4.65, p<.05) and emotional stability (males M=240.42, females M=225.67, 
F(l, 109)=4.09, p<.05). The esteem in which honesty is held however, was higher for 
females (M=301.96) than males (M=285.74; F(l, 109)=6.29, p<.02). Two other 
domains of self-esteem approached significance. Females (M=230.42) were higher 
than males (M=215.29) in the domain of verbal ability (F(l, 109)=3.45, p<.07). 
Males (M=218.74) were higher than females (M=l 96.40) in the domain of 
mathematics (F(l, 109)=3.28, p<.08). 
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A second 2-way interaction was found between sex and time of self-esteem 
· measurerrient (F(3, 102)=3.34, p<.05). To assess this effect further a series of2 (sex) 
x 2 (time of self-esteem measurement: Tl T2, T3, T4) analyses of variance 
(ANOVA's) were conducted. No significant effects were, however, found. 
Table 2. 
Mean scores of the combined Tl - T4 SDQ III for each self-esteem domain for 
males and females. 
Mean score (SD) 
Domain males females 
Mathematics 218.74 (57.27) 196.40 {63 .55) 
Religion/Spiritualityt 187.89 (82.43) 210.71 (81.12) 
Honestyt 285.74 (38.01)* 301.96 (30.49) 
Globalt 305.21 (41.67) 295.95 (50.65) 
Opposite Sex Relations 227.37 (35.43) 234.01 (44.35) 
Same Sex Relations 239.76 (28.49) 245.14 (31.99) 
Physical Appearance 218.21 (48.87)* 193.23 (49.34) 
Verbal Ability 215.29 (38.57) 230.42 (43.30) 
Emotional Stabilityt 240.42 (33.06) 225.67 (39.03) 
General School Work · 227.55 (41.23) 221.81 (49.67) 
Problem Solving/Creativity 218.47 (33.92)* 203.60 (35.20) 
Physical Ability 258.00 (39.57) 248.71 (43.29) 
Relations With Parents 240.55 (28.01) 237.12 (50.62) 
males (N = 38), females (N = 73) 
t Denotes 12 item scale. All other scales comprise l O items. 
* Males higher (p<.05) 
t Females higher (p<.05) 
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A third 2-way interaction was found between time of self-esteem measurement 
and self-esteem domain (F(36, 69)=19.47, p<.001). To assess this effect further a 
series of repeated measures analyses of variance (ANOVA's) were conducted. This 
analysis was carried out separately for each self-esteem domain. Significant increases 
were found in six self-esteem domains. Planned comparisons between each time of 
self-esteem measurement (Tl - T2, T2 -T3, Tl - T4, T3 - T4) were carried out on each 
domain to identify where the changes occurred. In order to reduce the likelihood of a 
type I error occurring ( eg. Howell, 1987) the more conservative significance level of 
p<.01 was adopted for these analyses. 
Global self (F(3, 330) = 8.02, p <. 001) increased from T2 (M=73.37) to T3 
(M=75.42, t(153)=3.40, p<.002), and overall from Tl (M=73.55) to T4 (M=76.10, 
t(l 13)=3.44, p<.002) (see figure 4). The esteem in which opposite sex relations (F(3, 
330)=6.16, p<.001) is held increased from T2 (M=56.98) to T3 (M=58.57, 
t(154)=3.08, p<.003), and from Tl (M=56.61) to T4 (M=59.06, t(l 13)=2.90, p<.005) 
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Figure 4: Mean scores for the global self-esteem domain for each time of self-esteem 
measurement. 
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Figure 5: Mean scores for the self-esteem domain of opposite sex relations for each 
time of self-esteem measurement. 
Participants' physical appearance self-esteem (F(3, 330)=17.93, p<.001) 
increased from T2 (M=47.72) to T3 (M=51.05, t(154)=6.63, p<.001), and from Tl 
(M=49.67) to T4 (M=52.44, t(l 13)=3.96, p<.001) (see figure 6). The esteem i11 which 
. emotional stability was held (F(3, 330)=6.05, p<.001) increased from T2 (M=57.64) 
to T3 (M=59.26, t(154)=2.84, p<.006), and from Tl (M=56.09) to T4 (M=58.16, 
t(l 13)=2.65, p<.01) (see figure 7). 
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Figure 6: Mean scores for the self-esteem domain of physical appearance for each 
time of self-esteem measurement. 
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Figure 7: Mean scores for the self-esteem domain of emotional stability for each time 
of self-esteem measurement. 
Notably, there were no significant changes in mean scores from T3 to T4, 
indicating that the effects of the voyage on the domains of global, opposite sex 
relations, physical appearance, and emotional stability self-esteem were maintained 
three months following. There were also no significant changes between Tl and T2. 
In the self-esteem domain of physical appearance however, there was a trend for 
esteem to decrease from Tl to T2, but did not reach the required (p<.01) significance 
level (Tl M=49.28, T2 M=48. ll, t(l29)=2.51, p<.02). 
The esteem in which mathematical ability (F(3, 330)=2.87, p<.04) was held 
increased from T2 (M=49.61) to T3 (M=S l.19, t(154)=3.33, p<.002). Although there 
was no significant decrease between T3 and T4 (T3 M=S0.93, T4 M=S0.50, 
t(l38)=.75, p>.46), there was also no significant difference between Tl and T4 scores 
(Tl M=S0.26, T4 M=S0.66, t(l 13)=.61, p>.55) (see figure 8). Relations with persons 
of the same sex (F(3, 330)=2.78, p<.05) increased between T2 (M=59.39) and T4 
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Figure 8: Mean scores for the self-esteem domain of mathematical ability for each 
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Figure 9: Mean scores for the self-esteem domain of same sex relations for each time 
of self-esteem measurement. 
There was also a trend for self-esteem to increase in two other domains ( which 
did not reach the p<.05 significance level). The self-esteem domain of physical ability 
(F(3, 330)=2.45, p<.07) showed an overall increasing trend nearing significance from 
Tl (M=62.41) to T4 (M=63.66, t(113)=1.93, p<.06) (see figure 10). The esteem in 
which parental relations (F(3, 330)=2.37, p<.075) was held tended to increase from T2 
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(M=58.84) to T3 (M=59.97, t(154)=2.38, p<.02) and from °Tl (M=58.82) to T4 
(M=59.91, t(l 13)=1.87, p<.07) (see figure 11). There were no other significant main 
or interaction effects. 
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Figure 10: Mean scores for the self-esteem domain of physical ability for each time of 
self-esteem measurement. 
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Figure 11: Mean scores for the self-esteem domain of parental relations for each time 
of self-esteem measurement. 
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DISCUSSION 
This study measured domain specific self-esteem of participants three weeks 
prior to a SOAT ten day voyage (Tl), the first day of the voyage (T2), the last day of 
the voyage (T3), and three months following the voyage (T4). There were two 
hypotheses: (1) as a result of the voyage there will be increases in specific domains of 
self-esteem judged a priori to be more relevant to the voyage programme; and (2) 
these increases will have a long-term effect (ie. They will be maintained three months 
following the voyage) on self-esteem. Some support was found for each hypothesis. 
Each hypothesis is discussed in turn below. 
Hypothesis 1 : 
As a result of the voyage there will be increases in specific domains of self-esteem 
judged a priori to be more relevant to the voyage programme. 
Six domains of self-esteem measured by the SDQ III were judged a priori by 
the senior master of the SOAT to be more relevant to the voyage programme. These 
were: global self-esteem, opposite sex relations, same sex relations, problem solving, 
physical ability, and emotional stability. The results show that three of the six a priori 
predicted domains of self-esteem significantly increased from the first to the last day 
(T2-T3) of the voyage. These domains were global self-esteem, opposite sex 
relations, and emotional stability. In addition, the domains of mathematical ability 
and physical appearance significantly increased, which were not predicted a priori. 
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One of these domains, mathematic ability, as well as the esteem in which parental 
relations were held, were rated a priori as having potential to be increased by the 
voyage. It was suggested that mathematical ability had the potential to increase due to 
navigational skills that are taught on a voyage, and also by demonstrating a practical 
application of the mathematics pruiicipants are taught at school. The esteem in which 
parental relations was held was judged as having potential to improve, not as a direct 
result of the voyage programme, but more as a side-effect of increases in peer 
relations and global self-esteem. Parental relations, as well as same sex relations and 
physical ability showed a trend towards improvement, but did not reach the required 
significance level. The implications of each self-esteem domain change are discussed 
following the second hypothesis. 
Hypothesis two: 
The increases in global and specific domains of self-esteem will have a long-term 
effect (three months following the voyage). 
To avoid the influence of any potential extraneous factors impinging on the 
results (such as any anxiety at the beginning of the voyage, or post-voyage 
euphoria/group cohesion effects at the conclusion of the voyage) Tl responses (three 
weeks prior to the voyage) were compared with those at T4 (three months following 
the voyage). The results show that the self-esteem increases attributable to the voyage 
remained in four domains three months later. These were global self-esteem, opposite 
sex relations, emotional stability, and physical appearance. The increase in the 
domain of mathematical ability did not remain after the voyage. Two further domains, 
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physical ability and parental relations, showed a similar trend of increases being 
maintained three months following the voyage, but did not reach the required 
significance level. The domain of same sex relations did not show a significant 
improvement from Tl to T4, however, there was a significant increase from T2 to T4. 
Overall, both hypotheses received some support from the increases in self-
esteem as a result of the voyage having a long-term effect. The implications of these 
changes are further discussed next. 
A ten day developmental voyage on the 'Spirit of New Zealand' affects global 
and multiple dimensions of self-esteem. The domains of general self, opposite sex 
relations, emotional stability, physical appearance, and mathematical ability are all 
significantly enhanced by participating on a voyage. Of these domains only 
mathematical ability did not have a long-term effect (three months following) on self-
esteem. 
The self-esteem domain of physical appearance was not considered a priori to 
be relevant to the voyage programme, however, the voyage had a significant long-term 
effect. One possible way of accounting for this effect may lie in the fact that elevated 
global and specific domains of self-esteem as a result of the voyage, have a positive 
effect on how a person feels about their physical appearance. In support for this 
contention, Harter (1993) argued that physical appearance is "inextricably linked to 
global self-esteem" (p.95), either as a determinant or a product. That is, increased 
physical appearance self-esteem may lead to improvements in global self-esteem, or 
increased global esteem may lead to higher physical appearance self-esteem. Harter 
(1993) offered three main reasons as to why appearance is such a pervasive 
. component of the self. Firstly, our physical appearance is always on display for 
judgement by others and ourselves. Secondly, even from a young age, physical 
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appearance is very salient. Those who are perceived as being more attractive by 
societal standards receive more positive attention than those who are deemed less 
attractive. For example, Dion, Berscheid, and Walster (1972) found people have a 
common belief that what is beautiful is good. Physically attractive people were 
associated with good social skills, happiness, intelligence, and positive personality 
traits. Thirdly, there is constant portrayal in the media (particularly of women) which 
emphasises the importance of physical attractiveness. In light of these three factors, 
the improvement in physical appearance esteem as a result of the voyage may be of 
considerable benefit to participants as a mechanism to maintain physical, as well as 
global self-esteem. Furthermore, the three reasons given by Harter (1993) for the 
pervasiveness of physical appearance assists in explaining why physical appearance 
was the only self-esteem domain measured by the SDQ III to show a decreasing trend 
between Tl and T2 (although this did not reach the required significance level). As 
Harter (1993) has poignantly illustrated, the salience of physical appearance within the 
self, combined with a change in surroundings, and thus a change in reference group, 
may have lead to a negative change in physical appearance self-esteem (Harter, 1993 ). 
Overall, the increase in physical appearance self-esteem as a result of the voyage can 
be most beneficial to participants. With its links to global self-esteem, physical 
appearance esteem should assist with more positive feelings about the self and overall 
psychological wellbeing (see Rosenberg et al., 1995). Despite the decreasing trend 
between Tl and T2 the voyage still has a strong positive effect on physical appearance 
self-esteem. The long-term comparison from Tl to T4 showed a significant increase 
which was not affected by the decrease evident at T2. 
The results suggest that a voyage has a significant immediate impact on the 
esteem in which mathematical ability is held, however, such effects were not long-
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lasting. This fits well with the a priori rating by the senior master of the SOAT who 
suggested that the basic navigational skills taught to participants, and the opportunity 
to see how mathematics can be applied in a working environment may serve as a 
catalyst to enhance mathematical ability esteem. However, as there was no deliberate 
focus on improving mathematics through the course of a voyage, math ability was 
rated a priori as only a possibility for being improved by the voyage. During the 
voyage attention is drawn toward reasonably basic mathematics during navigation 
lessons, and participants have the opportunity to test their new navigational skills 
when the vessel is under way. This, juxtaposed with the fact that participants are 
away from their normal school environment where mathematics is (presumably) 
taught at a much more complex level, may plausibly explain why the voyage served to 
temporarily enhance mathematical esteem. An alternative explanation for the math 
effects, therefore, is that the increase in the esteem in which mathematical ability was 
held over the course of a voyage is a frame-of-reference effect where the normal 
reference group has changed ( eg. Marsh & Shavelson, 1985). By the final day of the 
voyage participants may have revised their external frame-of-reference to comprise of 
their shipmates rather than their classmates at home. In addition, their internal frame-
of-reference may have changed from one where mathematics is difficult (at school) to 
one where mathematics is easier (navigation). In both cases, however, the effect of 
the voyage on mathematical ability esteem is weak, with the frame-of-reference 
returning to what it was prior to the voyage. 
Two domains of self-esteem, physical ability and problem solving/creativity, 
predicted to be enhanced by the voyage were unaffected. This is a surprising result for 
two reasons, (1) the physical nature of sailing a ship such as the 'Spirit of New 
Zealand', and (2) the design of the programme where participants are encouraged to 
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solve tasks with minimal crew input as the voyage progresses. However, several 
factors need to be considered when taking into account the effectiveness of the voyage 
to improve these particular domains of self-esteem. Firstly, in the physical ability 
domain, if participants' physical ability esteem stems from increased physical fitness 
then it is unlikely that the voyage will have an effect. One possible reason is the 
voyage, at ten days duration, is only a small amount of time to increase physical 
fitness. A second potential reason, and the most probable one, is that the ten day 
voyage is not designed to be extremely physically demanding. Many of the tasks or 
challenges set require a certain amount of endurance, however, these are achievable by 
even the weakest participant. Furthermore, many tasks on board, such as hoisting 
sails, require the combined effort of three or more people to achieve. In these 
situations teamwork is encouraged to achieve tasks rather than to improve physical 
ability or strength. Secondly, if paiiicipants' physical ability esteem stems from 
practical ability, such as being able to adequately sail the ship, then the voyage is also 
not a strong mechanism for improving physical ability esteem. Although the rigging 
and sail plan of the 'Spirit of New Zealand' has been simplified as much as possible, 
for a newcomer to sailing it is still a difficult concept to grasp. For this reason, it is 
plausible that many participants still feel that they lack the necessary ability to sail the 
ship by the end of the voyage. In addition, the focus of the voyage does not lie in 
teaching the participants to sail. Rather, the primary aim of the voyage is to use 
sailing the ship as a tool to enhance development in other areas such as teamwork and 
leadership skills. 
The self-esteem domain of problem solving/creativity was also predicted to be 
enhanced by the voyage, however no effect was found. One reason for this is although 
there is a reasonable amount of emphasis placed on problem solving during the later 
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half of the voyage with crew encouraging participants to work out how to sail the ship 
by themselves or with their fellow participants, there is no emphasis placed on 
creativity during the voyage. It is plausible the lack of an effect for the problem 
solving/creativity domain results from the fact that half of the ten questions in the 
SDQ III which tap into the problem solving/creativity domain are largely irrelevant to 
the kinds of experiences/tasks participants would encounter on a voyage. Answers to 
questions such as 'I wish I had more imagination and originality', 'I have a lot of 
intellectual curiosity', or 'I would have no interest in being an inventor', are unlikely 
to be influenced by participating in a voyage as they tap into a person's creativity 
esteem rather than their problem solving ability. To truly assess the impact of a 
voyage on problem solving esteem, it is advisable that only questions related to 
problem solving ability are included. This would mean that the questionnaire could 
be modified to measure problem solving ability in the same way as those used to 
assess other domains. If this is done then perhaps a more accurate result could be 
achieved for the strength of a SOAT ten day voyage to enhance problem solving 
ability. 
A voyage on the 'Spirit of New Zealand' appears to have only a weak effect on 
the esteem in which same sex relations are held. Thus only one significant effect 
emerged which was an increase from the first day of the voyage to three months 
following the voyage. Although participants are placed in an environment where 
interaction with same sex peers is unavoidable (for example, 20 participants of the 
same sex share a 6 X 3 .5 metre room), it may not be drastically different to other 
environments they find themselves in such as single sex schools, boarding school 
hostels, and sports teams. For this reason it is plausible that same sex relations esteem 
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is far less effected by a voyage than opposite sex relations esteem, which showed a 
strong long-term effect. 
The esteem in which parental relations was held also showed a trend to be 
enhanced by the voyage and to be maintained long-term, however, it fell slightly short 
of the required significance level. It is possible that participants' increased esteem in 
opposite and same sex relations may also affect their relations with others such as 
their parents who are not present on the voyage. As opposite and same sex relations 
were affected long,-term, this may also help explain the long-term trend found for 
parental relations esteem. Additionally, the esteem in which parental relations are 
held may have maintained its increase due to actual improved relationships with . 
parents. Prior to this study there has been much anecdotal evidence that SOAT 
voyage's improved self-esteem, confidence, and interpersonal. skills. Many parents 
hope for, or expect to see changes in their children when they return from their 
voyage, and as such may consequently treat them in such a way that relations are 
actually improved. 
The remaining domains of self-esteem measured by the SDQ III, 
religion/spirituality, honesty, general school work, and verbal ability, were unaffected 
by the voyage. The SOAT ten day voyage programme does not focus on these 
domains, and instead, they act as a control for post-voyage euphoria bias and group 
cohesion effects. Because they are irrelevant to the programme there should be no 
change over the course of the voyage if the elation of completing a demanding ten day 
voyage does not affect responses to the questionnaire. As the results have shown, 
these domains were unaffected, suggesting that the positive results in other more 
relevant domains of self-esteem can be attributed to the strength of the voyage 
programme rather than as an artefact of a post-voyage euphoria bias or an effect of 
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group cohesion. An additional feature of this study' s design also guards against post-
voyage euphoria and/or group cohesion effects. If there is no significant change in 
specific self-esteem domain scores between the final day of the voyage (T3) and the 
three month follow-up measure (T4), then this too emphasises that that positive 
effects of the voyage programme are not the consequence of a post-voyage euphoria or 
group cohesion. Of all the domains of self-esteem affected by the voyage only one, 
mathematical ability, failed to show a long-term effect (Tl - T4) although there was 
no significant change between T3 and T4. As discussed previously, however, 
mathematical ability was rated a priori as a domain which could potentially increase 
as a result of the voyage even though there is no special emphasis placed on it within 
the voyage programme. It is more likely that the tasks on the voyage elevated 
mathematical ability self-esteem but once the voyage was completed these increases 
were no longer maintained possibly because of the lack of a sustained emphasis on 
mathematics during the voyage. Thus, pmiicipants' frame-of-reference changed for 
the voyage, rather than a post-voyage euphoria bias being reflected through the 
mathematical ability domain of self-esteem. 
A further control measure, and also to assess whether there was any beginning-
of-voyage anxiety bias affecting the results found over the course of the voyage, was 
to compare the Tl scores three weeks before the voyage to those on the first day of the 
voyage (T2). The results show no significant change between Tl and T2 for any of 
the thirteen domains measured by the SDQ III. This gives weight to the T2-T3 
comparisons in that the significant domain specific changes found for the voyage can 
be attributed to the voyage rather than because self-esteem was temporarily decreased 
at the start of the voyage. Overall, as there were no significant changes in scores 
between T3 and T4, or between Tl and T2, and the effect of the voyage remained 
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long-term (Tl-T4), there appears to be no post-voyage euphoria, group cohesion, or 
beginning-of-voyage anxiety bias affecting the results . 
. In contrast to Marsh et al's. (1986a, 1986b) research, the lack of beginning-of-
voyage anxiety or post-voyage euphoria effects in the current study is interesting. 
Marsh and his colleagues found sigmficant changes in six self-esteem domains (five 
decreased, one increased) from one month prior to the course (Tl) to the first day of 
the course (T2). Such effects obviously have implications for the results of beginning 
to end of course comparisons (T2 - T3). Additionally, there were three significant 
decreases and two significant increases between the last day of the course (T3) and 
· eighteen months following (T4) in Marsh's studies, whereas the current study had no 
changes in any self-esteem domain between the last day of the voyage and three 
months following; This could potentially be as a result of the time difference in the 
follow-up measures of Marsh's and the current studies. This highlights the difficulty 
in deciding how long to wait before follow-up self-esteem assessment is done. Thus, 
it may be that, if the interval between the last day of the course and the follow up 
interval is too long, results may be effected by the general increase in self-esteem from 
mid-adolescence to early adulthood (eg. Marsh, 1989). Furthermore, many 
participants may take part in other programmes which enhance self-esteem. during the 
time before follow-up assessment. The current study used a three month follow-up 
assessment period to eliminate potential biases of a developmental nature and from 
other intervention programmes, while being sufficiently long enough to be unaffected 
by any post-voyage euphoria or group cohesion effects. Additionally, Marsh et al's. 
(1986a, 1986b) long-term follow-up measures were from the first day of the course 
(T2) to eighteen months following (T4), rather than from prior to the beginning of the 
course (Tl). These comparisons, then, are likely to be influenced by the changes in 
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the Tl to T2 responses. The current study chose to assess long-term effects of the 
voyage by comparing those responses given three weeks prior to the voyage (Tl) to 
those three months following (T4). This method allowed for the true impact of the 
voyage to be assessed with l~ss likelihood of biases having an effect on the results. 
Future research would do well to follow a similar methodology, particularly where no-
treatment control groups are not feasible, such as in the present study. 
The results support the multidimensionality of the self, and illustrate how 
relevant specific.domains of self-esteem can be affected while less relevant domains 
are much less affected by a sailing intervention. Also important to note is that the 
voyage enhanced global and specific domains of self-esteem, which concurs with the 
results of Norris and Weinman (1996) who showed a voyage at sea enhanced global 
self-esteem. Rosenberg et al. (1995) posited that global and specific domains of self-
esteem have distinctly different consequences. Global self-esteem is more associated 
with overall psychological well-being, while specific domains are more evaluative and 
· associated with behaviour or behavioural outcomes. Increases in specific domains of 
self-esteem as a result of the voyage should therefore be evident in actual 
improvements in life. For example, the improvement in emotional stability esteem as 
a result of the voyage should be evident to others through a decrease in the variation 
.of moods. However, the increase in global self-esteem as a result of the voyage is not 
a predictor of such behaviour. Instead, increased global self-esteem should result in 
more positive feelings of self-worth and confidence, while lessening the iikelihood of 
depression or anxiety (Rosenberg et al., 1995). 
In an interesting area of relevant research, Baumeister and his colleagues have 
investigated the effects the level of self-esteem, particularly high self-esteem, has on 
behaviour in different situations (Baumeister, Heatherton, & Tice, 1993; Baumeister, 
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Smart, & Boden, 1996; Baumeister, Tice, & Hutton, 1989). · These authors have 
shown that in certain situations there are negative consequences to high self-esteem. 
For example, Baumeister et al. (1996) argued that violence often results from 
threatened egotism. A person with highly favourable self-views, particularly if it is 
inflated, unstable, tentative, or reliant on external validation, is more likely to act 
violently when their ego is threatened by another person or circumstances. 
Baumeister et al's. (1996) theory is based on research which shows that people, 
whether high or low in self-esteem, are reluctant to alter their self-view to a more 
negative one. However, they argue that high self-esteem individuals are more likely 
to aggress or become violent to protect their self-view than low self-esteem 
individuals. This is because high self-esteem individuals rarely anticipate failure or 
loss of esteem compared to individuals with low self-esteem, so, when their self-
esteem is threatened there is far greater potential to become extremely defensive. 
The argument put forward by Baumeister and his . colleagues suggests a 
cautionary note to interventions, such as the one used in the current study, which 
result in enhanced self-esteem. Increased self-esteem among participants may lead to 
increased violence and aggression if their self-views are threatened. Albeit however, 
as Baumeister and his colleagues illustrate, it is among those with high self-esteem 
which is overly inflated, unstable, tentative, or reliant on external validation, who are 
more likely to aggress. Interventions such as the ten day voyage investigated in the 
current study have shown self-esteem to increase over the course of the intervention 
and remain long-term, which suggests a certain ainount of stability within the 
participants newly increased self-esteem. Moreover it could be argued the participants 
have earned their increased self-esteem by participating in the voyage, so in this 
respect it is not fragile. As such, these paiiicipants may be much less likely to res01i 
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to aggression (see also Kemis, Gannemann, & Barclay, 1989). A future research 
endeavour would do well to assess whether a person's self-esteem which has been 
increased by an intervention, such as a ten day voyage; still leads to aggression when 
their ego is threatened. Furthermore, as Baumeister et al. (1996) emphasise, not all 
violence is related to self-esteem, and self-esteem may only be one of several 
components in cases which do involve threatened self-views. With these factors in 
mind it appears there are far more benefits to individuals (positive self-esteem has 
been recognised as an important outcome and as a means to facilitate other desired 
outcomes such as health and education) whose self-esteem is enhanced by a 
programme such as the ten day voyage offered by the SOAT than the potential for 
violence for high self-esteem individuals when threatened. 
Future research 
The current study has shown that a ten day voyage on the 'Spirit of New 
Zealand' increases global and specific domains of self-esteem, and that these increases 
are maintained over time. A weakness of the current study, however, was that only 
the voyage process as a whole was assessed. It is likely that certain elements of the 
voyage are more responsible for enhancing self-esteem than others. It would be 
beneficial to investigate those aspects of the voyage which have the greatest impact on 
self-esteem. This· would allow us to have a greater understanding of how and why 
these self-esteem changes occur. Moreover, if certain key factors in the voyage 
programme can be isolated as having a significant impact on self-esteem, then this 
knowledge can be applied to other aspects of the programme to further improve their 
positive effect. 
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Further research is also required before the generalisability of these results can 
be assumed. The ten day voyage programme is unique to the SOAT, as is the 
environment it which it is conducted. Although some research has been conducted 
(e.g. Crane et al., 1997; Norris & Weinman, 1996), there are many organisations 
throughout the world who operate similar programmes, and several more need to be 
assessed for their ability to enhance self-esteem before the effects are generalised. 
Only then can structured voyages at sea be truly recognised as an effective means of 
enhancing self-esteem. The current study is the first step in this process. 
This study sought to improve and extend on the research of Norris and 
Weinman (1996) by following a similar methodology used by Marsh et al. (1986a, 
1986b ). Global, and domain specific self-esteem was found to increase in those 
domains most relevant to the voyage programme, and those increases were maintained 
over time. Overall, the results show that participation in a SOAT ten day voyage is 
most beneficial to those who undertake the. adventure. Global self-esteem and 
dimensions of self-esteem most relevant to the voyage programme were affected. 
This illustrates that the intervention in the current study is on a par with other 
programmes, such as Outward Bound courses (which have achieved similar results). 
All in all it may therefore be concluded that· a ten day voyage aboard the 'Spirit of 
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APPENDIX 
The Self Description Questionnaire III (Marsh, 1990c). 76-81 
SELF DESCRIPTION QUESTIONNAIRE III 
Initials: ---- Date of Birth: ---- Sex (M or F) ___ _ 










Have you ever participated in an outdoor adventure programme before? 
Please circle: Yes No 
If yes, please give details:-----------------------
This is a chance for you to consider how you think and feel about yourself. This is not a test -
there are no right or wrong answers, and everyone will have different responses. The purpose 
of these questions are.to determine how people feel about themselves and what characteristics 
are most important to how people feel about themselves. 
On the following pages are a series of statements that are more or less true ( or more or less 
false) descriptions of you. Please use the eight-point response scale outlined below to indicate 
how true (or false) each item is as a description of you by placing the appropriate number in 
the box provided. 
Respond to the items as you now feel even if you felt differently at some other time in your 
life. In a few instances, an item may no longer be appropriate to you, though it was at an 
earlier period of your life (e.g., an item about your present relationship with your parents if 
they are no longer alive). In such cases, respond to items as you would have when it was 
appropriate. Try to avoid leaving any items blank. Thank you. 
1 2 



































1. I find many mathematical problems interesting and challenging ............................... . 
2. My parents are not very spiritual/religious people ............................................... . 
3. Overall, I have a lot ofrespect for myself ........................................................ . 
4. I often tell small lies to avoid embarrassing situations ......................................... .. 
5. I get a lot of attention from members of the opposite sex ....................................... . 
6. I have trouble expressing myself when trying to write something ............................ . 
7. I am usually pretty calm and relaxed .............................................................. . 
8. I hardly ever saw things the same way as my parents when I was growing up ............. . 
9. I enjoy doing work for most academic subjects ................................................. . 
7 
True 
10. I am never able to think up answers to problems that haven't already been figured out. .... 
11. I have a physically attractive body ................................................................. . 
12. I have few friends of the same sex that I can really count on .................................. . 
13. I am a good athlete ............................................. ; ....................... :···· ........ . 
14. I have hesitated to take courses that involve mathematics ...................................... . 
15. I am a spiritual/religious person .................................................................. .. 
16. Overall, I lack self~confidence ................... , ................................................ .. 
17. People can always rely on me ...................................................................... . 
18. I find it difficult to meet members of the opposite sex whom I like .......................... .. 
19. I can write effectively ........................................ : ........................ : ............ .. 
20. I worry a lot. ............................................................................ -............. . 
21. I would like to bring up children ofmy own (ifl have any) like my parents raised me ..... 
22. I hate studying for many academic subjects ..................................................... .. 
23. I am good at combining ideas in ways that others have not tried .............................. . 
24. I am ugly ............................................................................................. . 
25. I am comfortable talking to members of the opposite sex ..................................... .. 
26. I am awkward and poorly coordinated at many sports and physical activities .............. .. 
27. I have generally done better in mathematics courses than other courses ...................... . 


















































30 Being honest is not particularly important to me ................................................. . 
31 I have lots of friends of the opposite sex ......................................................... . 
32 I have a poor vocabulary ........................................................................... . 
33 I am happy most of the time ....................................................................... .. 
34 I still have many unresolved conflicts with my parents ........................................ .. 
35 I like most academic subjects ..................................................................... .. 
36 I wish I had more imagination and originality .................................................. .. 
37 I have a good body build .......................................................................... .. 
38 I don't get along very well with other members of the same sex .............................. . 
39 I have good endurance and stamina in sports and physical activities ......................... .. 
40 Mathematics make me feel inadequate ........................................................... .. 
41 Spiritual/religious beliefs make my life better and make me a happier person .............. .. 
42 Overall, I don't have much respect for myself.. ................................................ .. 
43 I nearly always tell the truth ........................................................................ . 
44 Most ofmy friends are more comfortable with members of the opposite sex than I am ..... 
45 I am an avid reader ................................................................................. .. 
46 I am anxious much of the time ..................................................................... . 
47 My parents have usually been unhappy or disappointed with what I do and have done ..... 
48 I have trouble with most academic subjects ...................................................... . 
49 I enjoy working out new ways of solving problems ............................................ . 
50 There are lots of things about the way I look that I would like to change ................... .. 
51 I make friends easily with members of the same sex ........................................... .. 
52 I hate sports and physical activities ................................................................ . 
53 I am quite good at mathematics .................................................................... . 
54 My spiritual/religious beliefs provide the guide-lines by which I conduct my life ........... . 
55 Overall, I have a lot of self-confidence ........................................................... . 
56 I sometimes take things that don't belong to me ................................................. . 


















































58 I do not do well on tests that require a lot of verbal reasoning ability ........................ .. 
59 I hardly ever feel depressed ........................................................................ . 
60 My values are similar to those ofmy parents ........ ~ .......................................... .. 
61 I'm good at most academic subjects ...................................................... ; ........ . 
62 I'm not much good at problem solving .......................................................... .. 
63 My body weight is about right (neither too fat nor too skinny) ............................... .. 
64 Other members of the same sex find me boring ........... : ..................................... . 
65 I have a high energy level in sports and physical activities .. , .................... , ............ .. 
66 I have trouble understanding anything that is based upon mathematics ....................... . 
67 Continuous spiritual/religious growth is important to me .................................... ; .. 
68 Overall, I have a very good self-concept.. ...................................................... .. 
69 I never cheat. ................................................ ., ...................................... .. 
70 . I'm quite shy with members of the opposite sex ................................................ . 
71 Relative to most people, my verbal skills are quite good ...................................... .. 
72 I tend to be highly-strung, tense and restless ................................................... .. 
73 My parents have never had much respect for me ................................................ . 
74 I'm not particularly interested in most academic subjects ......................... , ............ .. 
75 I have a lot of intellectual curiosity ............................................................... .. 
76 I dislike the way I look .................... , ........................................................ . 
77 I share lots of activities with members of the same sex ........................................ .. 
78 I'm not very good at any activities that require physical ability and co-ordination ......... .. 
79 I have always done well in mathematics classes ............................................... , .. 
80 I rarely if ever spend time in spiritual thought or religious prayer ............................ .. 
81 Overall, nothing that I do is very important.. ................................................... .. 
82 Being dishonest is often the lesser of two evils .................................................. . 
83 I make friends easily with members of the opposite sex ......................................... · 
84 I often have to read things several times before I understand them ............................ . 
85 I do not spend a lot of time worrying about things .............................................. . 


















































88 I am not very original in my ideas, thoughts and actions ........................................ . 
89 I have nice facial features ........................................................................... . 
90 Not many people of the same sex like me ........................................................ . 
91 I like to exercise vigorously at sports and/or other physical activities.: ..................... . 
92 I never do well on tests that require mathematical reasoning ................................... . 
93 I am a better person as a result of my spiritual/religious beliefs ............................... . 
94 Overall, I have pretty positive feelings about myself ........................................... .. 
95 I am a very honest person .......................................................................... . 
96 I have had lots offeelings of inadequacy about relating to members of the opposite sex .... 
97 I am good at expressing myself.. ................................................................. .. 
98 I am often depressed ................................................................................ . 
99 It has often been difficult for me to talk to my parents .......................................... . 
100 I hate most academic subjects ...................................................................... . 
l O 1 I am an imaginative person ......................................................................... . 
I 02 I wish that I were physically more attractive ..................................................... . 
103 I am popular with other members of the same sex ............................................. :. 
104 I am poor at most sports and physical activities ................................................ .. 
105 At school, my friends always came to me for help in mathematics ............................ . 
106 I am basically an atheist, and believe that there is no being higher than man ................. . 
107 Overall, I have a very poor self-concept... ....................................................... . 
I 08 I would feel OK about cheating on a test as long as I did not get caught... ................. .. 
109 I am comfortable being affectionate with members of the opposite sex ....................... . 
110 In school I had more trouble learning to read than most other students ....................... . 
111 I am inclined towards being an optimist... ....................................................... . 
112 My parents understand me ......................................................................... . 
113 I get good marks in most academic subjects .................................................... .. 
114 I would have no interest in being an inventor.. .................................................. . 


















































116 Most people have more friends of the same sex than I do ...................................... . 
117 I enjoy sports and physical activities .............................................................. . 
118 I have never been very excited about mathematics ............. , ................................ . 
119 I believe that there will be some form of continuation of my spirit or soul after my death .. 
120 Overall, I have pretty negative feelings about myself... ....................................... .. 
121 I value integrity above all other virtues .......................................................... .. 
122 I never seem to have much in common with members of the opposite sex ........... .. 
123 I have good reading comprehension ............................................................. .. 
124 I tend to be a very nervous person ................................................................ . 
125 I like my parents ..................................................................................... . 
126 I could never achieve academic honours, even ifl worked harder ............................ . 
127 l can often see better ways of doing even routine tasks ......................... , .............. .. 
128 I am good looking .................................................................................. .. 
129 I have lots of friends of the same sex ............................................................ .. 
130 I am a person who avoids strenuous activity .................................................... .. 
13 1 Overall, I do lots of things that are important.. .................................................. . 
132 I am not a very reliable person .................................................................... .. 
133 Spiritual/religious beliefs have little to do with the type of person I want to be .............. . 
134 I have never stolen anything of consequence .................................................... . 
135 Overall, I am not very accepting of myself... ................................................... .. 
136 Few, if any of my friends are very spiritual or religious ...................................... .. 
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